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TOWARDS TEACHER EFFICACY:
A HANDBOOK FOR THE IMPLEMENTATION AND
DEVELOPMENT OF A PEER COACHING PROGRAM
by
Roy M. Abshire
July, 1991

The relationship between successful implementation of
the peer coaching process and the enhancing of teacher
efficacy, student learning, and improvement of school climate
was studied.

Also examined was the assumption that

successful implementation of peer coaching will require
specific administrative support.

The results of the study

show support for a peer coaching program's ability to
positively affect teacher efficacy, student learning, and the
school climate.

A handbook aiding the implementation and

development of a peer coaching program is provided.
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CHAPTER 1
Background of the Study

Introduction
"Just as athletic coaches instruct, train, and
tutor players, teachers in peer coaching situations
instruct, train, and tutor one another.
Administrators can focus this collegial interaction
on teachers' individual professional development,
on improving school climate, and, ultimately, on
enhancing school effectiveness."

(Garmston, 1987,

p. 18)

In the quotation above, Robert J. Garmston clearly
inferred that there is an important relationship between
successful implementation of peer coaching programs and the
enhancing of school effectiveness and that peer coaching
strategies can be efficaciously employed by school officials
desiring to improve faculty collegiality, instructional
effectiveness, and overall school environment.

Purpose of the Project
The purpose of this project was to develop a handbook to
assist teachers and school administrators in the following:
1.

Understanding peer coaching and its impact on school
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effectiveness; 2.

The development of the skills and

strategies required to successfully peer coach;

3.

To aide

in the implementation and support of peer coaching programs
by administrators or master teachers.

Use of the Handbook
The handbook produced as a result of this project has
detailed explanations of the above concerns, skills,
strategies, and suggestions which could be utilized by any
educator interested in the implementation of the peer
coaching process.

Significance of the Project
There is much in the current literature and research to
suggest that teachers in many schools are suffering from
isolation, fear of failure, and inability to access and
analyze objective data about their teaching (Neubert, 1988;
Showers, 1984; Emrick, 1989; Acheson and Gall, 1987).
Studies report that teacher feelings of efficacy is the
variable most significantly related to effective schools
(Garmston, 1987).

Additionally, the literature seems to .

suggest that effective implementation of peer coaching
strategies can be a remedy for the above problems and be a
viable agent in the development of teacher efficacy.

Teacher

efforts to develop peer coaching skills may be enhanced by a
handbook delineating and illuminating peer coaching skills.
Teachers adequately trained and supported in the

processes
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and strategies of peer coaching and equipped with the
;necessary skills to implement the strategies may become
professionals working in an environment of collegiality and
genuine interest in professional development which may have a
positive impact on our most important educational concern the well being and effective instruction of the students they
serve.

Definition of Terms
Collegiality:

An environment where the expected norm is

that staff will work cooperatively in a mutually supportive
manner and where authority is equally shared; where
colleagues expect to share information and support one
another towards mutual improvement of instruction.
Peer Coaching:

Teachers working with other teachers to

strengthen effective instructional skills through a
supportive process of observation, analysis, and feedback.
School Climate:

The entire effect of all elements of

the school environment, but especially as that environment is
affected by the presence of collegiality or the lack thereof.
Teacher Efficacy:

The relative power of teachers to

produce results or intended results; i.e. teacher
effectiveness.

CHAPTER 2

Review of Related Literature

Introduction of Related Research
The review of literature summarized in Chapter 2 has
been organized to address:
1.

Current research related to the understanding of the
process of peer coaching; the purposes of peer
coaching; and the effects of peer coaching on
teachers, student learning, and school climate.

2.

The basic assumption that the successful
implementation of peer coaching programs will
require informed and committed administrative
support.

The Process of Peer Coaching
One of the most important aspects of the peer coaching
process, regardless of the model being followed, is the
opportunity for teachers to work collaboratively with peers
towards the mutual improvement of teaching skill.
(1987) suggests three models for this process:

Garmston

technical

coaching, collegial coaching, and cognitive coaching.

This

project deals with peer coaching programs which fall more or
less into the category of collegial coaching.
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The goals of peer coaching are to build communities of
teachers who are seeking to improve their skill, develop a
common language for the collegial sharing of instructional
experience, and to provide a structure where the teaching act
can be analyzed through the lens of objective data (Showers
1985; Joyce and Showers, 1982).

The long range goal of peer

coaching is for continuous, self perpetuated improvement in
instruction (Garmston, 1987).
In most settings, pairs of teachers are organized during
or after training in a specific instructional skill or
curriculum innovation (Showers, 1985).

In other settings,

teams are formed without specific instructional training and
the focus of the coaching experience is left to the
discretion of the team members (Kwiat, 1988; Emrick, 1989).
Successful peer coaching relationships do not appear to
depend on matching friends with friends or even people in the
same department or grade level and structuring teams across
departments or grades makes the faculty more aware of common
problems and solutions (Garmston, 1987).

Research suggests

that peers can be trained to interact professionally and
efficaciously (Showers, 1984).
Peer coaching teams enter collegially and reciprocally
into the process of clinical supervision of each other which
includes application of the skills of preconferencing, data
collection, and post conferencing (Acheson and Gall, 1987).
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The preconference attempts to help the teacher set goals
for the lesson and to plan for the observation (Acheson and
Gall, 1987).

Emrick (1989) asserts that the major

preconference objectives should be to:

identify the nature

of the lesson, make objectives explicit, discuss what the
teacher will be doing, predict what the students will be
doing, consider specific problems or concerns that the
teacher anticipates with the lesson, and select appropriate
observation techniques or recording instruments.

Garmston

(1987) adds that the observed teacher's priorities determine
the coaching focus and that those priorities must be
understood in the preconference stage of peer coaching.
In order to provide objective data to the teacher, the
observing coach must be able to use a range of observation
techniques and recording devices.

Accurate recording of

observations and clear analysis is important (Packard, 1988).
Neubert (1988) asserts that the effective coach must be able
to provide specific feedback about methodology to the teacher
he observes.

Observations are scheduled by the team members

(Showers, 1984).
Data recorded by the observer must be shared with the
teacher in the post conference taking care that good data
does not become bad data through ineffective means of
communication.

(Acheson and Gall, 1987).

Showers (1984 and

1985) admonishes that coaches must present their data in
nonjudgmental fashion and stick only to those foci agreed
upon in the preconference.

Neubert (1988) proposes that a
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non-directive conferencing style be used.

He describes five

types of feedback helpful to teachers: 1. praise comments, 2.
generalizations and labels of comments or actions made by the
teacher, 3. clarifying questions, 4. eliciting questions,
and, 5. leading questions.

The overall job of the coach in

the post conference is to help the teacher identify
significant aspects of their teaching behavior and their
affect on students and to give support and encouragement
(Showers, 1984).
"Ideally, coaching is a continuing process firmly
embedded in the ethos and organizational context of the
school" (Showers, 1985, p. 44).

The Purposes of Peer Coaching
One of the main purpose of peer coaching programs is to
address the problem of teacher isolation.
typically a solitary activity.

Teaching is

It is not common for teachers

to meet and analyze their teaching styles and techniques; it
is even more rare for teachers to observe each other.
Coaching, with its collegial requirements, can help eliminate
the isolation of teaching (Neubert, 1988).
The lonely nature of teaching has also been described by
Acheson and Gall (1987).

Their observations conclude that

"most teachers are deprived of access to colleagues with whom
they can share perceptions" (Acheson and Gall, p. 12).
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Hopfengardner and Leahy (1987) recognized the potential
pathology of isolation for the teacher and consider it a
recognized concern of the profession.

They proposed the

voluntary pairing of teachers through a collegial support
network aimed at fine tuning instructional expertise, peer
coaching, as a method to reduce isolation and improve
instructional effectiveness (Hopfengardner and Leahy, 1987).
The problem with isolation in the teaching profession
logically leads one to the assumption that collegiality is
needed in the teacher's professional experience.

Legget and

Hoyle (1987), in their work with the Keystone Project,
believe that this kind of collegiality does not just happen;
it must be nurtured and developed.

They assert that some of

the critical practices of colleagueship are publicly talking
about new ideas, persuading others to try them, and formally
and informally teaching them to others (Legget and Hoyle,
1987).

These practices seem to be an intended purpose of

peer coaching programs universally.
A purpose of peer coaching appears to be to address the
problem of isolation and the need for professional
collegiality in both beginning and experienced teachers.
Emrick (1989) was concerned with the development of
isolation in beginning teachers and proposed peer coaching as
a solution.

A purpose of peer coaching for Emrick is to

offset reality shock.

He described most beginning teachers

as entering their first classrooms with idealistic and
unrealistic expectations.

Emrick also contended that panic
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develops as they realize the extent of their responsibilities
and the limitations of their skills.

In summary of Emrick,

beginning teachers are typically overwhelmed by the
complexity of the demands of their job (Emrick, 1989).

He

says of these beginning teachers, "Reluctant to ask questions
that betray their ignorance, they frequently choose instead
to muddle through, thus creating a sense of isolation and
failure that all too often ends a career"

(p. 4).

The work of Hopfengardner and Leahy (1987) was concerned
with experienced teachers.

They contended that most mid

career teachers are seeking differentiated roles which are
naturally conducive to peer coaching roles.

Other

practitioners propose peer coaching programs for experienced
teachers to address their need for collegiality and continued
professional development (Glatthorn, 1987; Raney and Robbins,
1989; Wildman and Niles, 1987; Joyce and Showers, 1982;
Showers, 1984).
The purpose of peer coaching as it relates to
collegiality and professional development was addressed by
Policelli.

He said that, "Professional development must be

long-term--active and collaborative.

In fact,

those who are

the objects of the professional development must increasingly
become agents for their own development"

(Policelli, 1987, p.

55).
The relationship between peer coaching and the need for
development of professional collegiality for teachers was
linked to the problem of retaining qualified teachers by
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Schlechty and Vance (1983).

They reported that, nationwide,

15% of new teachers leave after year one and that 40% to 50%
will leave during the first seven years of their teaching.
They lamented that too often the most academically able are
among the first to leave education and are doing so in
increasing numbers (Schlechty and Vance, 1983).

They

addressed a purpose of peer coaching when they said,
"coaching programs offer a logical and relatively inexpensive
approach to helping avoid the loss of human potential as
teacher shortages emerge" (p. 484).
A widespread purpose of peer coaching programs seems to
be to aide in the transfer of training in staff development
efforts in school districts.

While addressing a purpose of

peer coaching in her report, Rude-Parkins (1987) stated,
"Many school districts have provided training on effective
teaching but have not considered the next step.

In our

opinion, they have just begun and to stop there is a real
disservice to those professional teachers and administrators
who are ready to grow beyond their basic skills."
Showers addresses several purposes accomplished by peer
coaching relevant to instructional effectiveness and transfer
of training for teachers.

She contends that the first

purpose of peer coaching is to build communities of teachers
who continuously engage in the study of their craft.

She

argues that effective staff development requires this sense
of community provided by peer coaching and that it also
provides for the development of a shared language and

11
experience necessary for the development of new skills
(Showers, 1985).
Peer coaching provides a structure where a peer helps a
teacher make substantial change in teaching practices after
the teacher has acquired new teaching strategies and skills.
Showers (1985) contends that "Transfer of skills and
strategies foreign to the teacher's existing repertoire
requires more substantial training than the training we
typically allot to such enterprises.

Coaching appears to be

most appropriate when teachers wish to acquire unique
configurations of teaching patterns and to master strategies
that require new ways of thinking about learning objectives
and the process by which students achieve them

(p. 44).

Learning to implement new teaching strategies and skills
in the quest for improved instructional effectiveness appears
to involve complex learning demands on teachers.

Acheson and

Gall (1987) described teachers as learners and stated, "The
content they need to learn is the profession of teaching" (p.
20).

Wildman and Niles (1987) addressed the essentials of

this kind of professional growth and concluded that "complex
learning demands that learners have substantial freedom to
direct their own growth" (p. 6).

Joyce and Showers (1982)

and Hopfengardner and Leahy (1987) agree that such freedom is
provided in peer coaching programs.
Acheson and Gall (1987) assert that "people often learn
more from their failures than from their successes" (p. 19).
Shower's (1985) description of peer coaching provides such an
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environment where teachers are free to experiment and to risk
failure.

Her vision includes:

"The task of learning new

[teaching] skills and integrating them ... ; the knowledge
that -we'll generally make you worse before we make you
better'; and the importance of continuing to try when results
are discouraging eloquently describe the transfer process"
(p.

10).

According to Packard (1988), the primary benefit of peer
coaching is its contribution to the development of a school
climate which is supportive of innovation and risk taking by
its teachers.

He reports that successful teaching involves

an openness to change which includes a willingness to
experiment with new techniques and the ability to deal with
unexpected outcomes.

Packard-s conclusion is that the

collegial nature of peer coaching interaction is conducive to
the development and reinforcement of these behaviors.
Kwiat (1988) recommended peer coaching as a remedy in her
work with teachers of English as a Second Language students;
she noted that through instruction and observation of
demonstration "teachers can easily pick up a new skill but
cannot so easily transfer that skill correctly to the
classroom on a regular basis" (p. 4).
An essential purpose of peer coaching is to provide
objective data to teachers about their teaching (Joyce and
Showers, 1982).
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Acheson and Gall (1987) have much to say about the need
for teachers to be provided objective data in order to
improve their instructional skill.

They report that

objective data is needed to provide an objective check on the
teacher's perceptions and of instructional phenomena the
teacher may have missed.

According to Acheson and Gall,

"Many teachers have a vague anxiety about the effectiveness
of their teaching.

They do not know whether they are doing a

good job, whether a -problem' student can be helped, whether
their instruction can be improved"

(p. 12).

The purposes of peer coaching can be summarized.

They

are:
1.

To build collegiality among teachers and an attitude
conducive to the continual study of teaching.

2.

To provide a structure for the development of
teaching skills and strategies in practicing
teachers.

The Effects of Peer Coaching
on
Teachers, Student Learning, and School Climate
Research gives supporting evidence that peer coaching
contributes to improved teacher efficacy (Emrick, 1989).
Neubert (1988) claims that, "Coaching could be the missing
link needed for truly improving instruction in the schools of
this nation"

(p. 34).

Peer coached teachers have been

determined to demonstrate more proficient implementation of
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strategies of teaching and to do so more frequently than
teachers who had not been peer coached; peer coaching can
affect more transfer of training into the classrooms (HosackCurlin, 1988).
Improved teacher efficacy as a result of peer coaching
has been reported by others as well.

Servatius and Young

(1985) reported that in their program the most productive
outcome of the first year of peer coaching programming was
that "teachers who received both training and coaching are
implementing the trained skills correctly and consistently"
(p. 53).

Studies in Ann Arbor Public Schools found positive

results from peer coaching; specifically, enhanced teaching
effectiveness (Sparks and Bruder, 1987).
Teachers who have been peer coached often report their
own feelings of improved teaching efficacy (Garmston, 1987;
Showers, 1984).

Neubert (1988) indicates that teachers

involved in peer coaching programs commonly report enthusiasm
for this form of staff development and that peer coached
teachers frequently make comments similar to, "I've grown so
much this year.

My coach is the best thing that ever

happened to me professionally"

(p. 10).

In one study showing

improved teacher perceptions of efficacy, 70% of the teachers
interviewed reported that their students were "very likely''
learning more as a result of skills gained through peer
coaching (Sparks and Bruder, 1987).

15

In their study on the effects of peer coaching on
teacher efficacy, Munro and Elliot (1987) equated teacher
goal setting with a first step in achieving improved teacher
efficacy.

Teachers set personal goals in the following areas

related to their efficacy:

improving student time on task;

increasing feedback and positive reinforcement given to
students; improving teacher planning for higher level
thinking skills, use of new materials, and reassessing amount
of material covered; improved classroom management through
clear presentation of rules and expectations and improved
teacher movement in the classroom; improving instruction
through articulation of expectations, increasing checks for
understanding, improving effectiveness and level of
questioning, changing instructional materials, and improving
cooperative work.

Measurements of teacher perception of

having improved efficacy were taken in both mid-year and at
the end of the year.

At mid-year, 87% stated significant

progress towards their goals and 93% stated that peer
coaching had significantly helped in their goal attainment.
At the end of the year, coached teachers reported that 97%
had accomplished their goals and that 88% felt peer coaching
had made a significant difference in their goal achievement
(Munro and Elliot, 1987).
The ability to take the risk to implement new teaching
skills and strategies is important in the development of
teacher efficacy (Showers, 1984).

Teachers who have been

peer coached are reported to have attained greater
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familiarity and comfort in teaching strategies being learned
(Bosak-Curlin, 1988).

Neubert (1988) reports that,

"Through

the coaching process teachers feel they're able to take
risks, to try out new skills, because a colleague is there to
support them"

(p. ·35).

Glatthorn (1987), Sparks and Bruder

(1987), and Raney and Robbins (1989) all agree that risk
taking ability is important to successful instructional
improvement and that peer coaching helps develop that
ability.

Kwiat (1988) reported that after peer coaching,

"teachers feel confident in their ability to create and try
novel activities"

(p. 19).

In one study, 54% of the teachers

reported frequently experimenting with new methodology before
peer coaching compared to 70% after receiving peer coaching
(Sparks and Bruder, 1987).
To develop teaching efficacy, it seems that teachers
need considerable practice and reflection in order to develop
skills.

Showers (1985) reports that coached teachers will

generally practice strategies and skills more frequently and
therefore develop more skill in the strategy than uncoached
teachers with the same training.

Joyce and Showers (1982)

assert that relatively few teachers who are uncoached
practice the new skill the minimum 10 to 15 times to gain
proficiency.

In their Ann Arbor study, Sparks and Bruder

(1987) found that their peer coached teachers were more
likely to practice skills and strategies even if they failed
at them the first time.

Before peer coaching the Ann Arbor

group reported that only 13% were very likely to practice
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again after failing; after peer coaching 59% reported being
very likely to practice the skill after failing.
Joyce and Showers (1982) also argue that appropriate
application of the skill cannot be made until the teacher has
developed a kind of "executive control" of the skill through
reflective analysis and feedback.

The New Focus staff also

corroborate the need for feedback for teacher efficacy to
improve and the ability of peer coaching to provide it.

They

say, "The realization that feedback through social support is
needed to successfully transfer training has breathed new
life into staff development"

(New Focus, 1988, p. 25).

Joyce

and Showers (1982) point out that the act of providing
feedback for a fellow teacher is also beneficial to the
person doing it.

Kwiat (1988) summarizes the positive

effects of peer coaching because of feedback:

"In short,

teachers can experience significant positive changes in
teaching behavior given an appropriate peer coaching staff
development program which ensures ... specific feedback"

(p.

3) •

The question of whether peer coaching provides increased
technical feedback was addressed by Sparks and Bruder (1987);
they found that before peer coaching 25% of the teachers
studied said they received feedback on their instruction at
least occasionally, while 89% responded positively after peer
coaching.

Sparks and Bruder conclude that, "clearly, peer

coaching increased teacher's opportunities for observation
and feedback"

(p. 55).
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Researchers report that the peer coaching process
increases opportunities for observation of others and for
being observed which in turn may have a positive impact on
teacher efficacy (Showers, 1984; Sparks and Bruder, 1987).

A

typical comment from teachers studied is, "The most important
part is getting the chance to get into another teacher's
room.

My doors are now open and will remain so" (Sparks and

Bruder, 1987, p. 55).

In the same study, before peer

coaching 14% of the teachers studied reported that other
teachers observed them at least occasionally compared to 62%
who gave similar response after peer coaching.

Teachers

believe that insights gained by observing other teachers has
applicability in their own classroom and that they learn more
from observing others than from being observed and receiving
feedback (Raney and Robbins, 1989).
The process of mutual observation provided through peer
coaching appears to motivate teachers to initiate efforts at
instructional improvement.

Case study interviews report that

peer coaching resulted in higher on task behavior toward
accomplishing goals because knowing that someone was coming
in once or twice a month made them more conscientious of
working toward goals.

In the same study, participants

reported that observing another teacher automatically
initiated a process of self evaluation and that the process
of observing a peer leads teachers to reflect on their own
classroom strategies (Munro and Elliot, 1987).

When peer

coaching accompanies delivery of theory, demonstration, and
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practice their is a 90% probability that the instructional
skill will be accurately and continuously applied in the
classroom (Cauleron and Spiegel-Coleman, 1984).
Although the primary measurement of peer coaching
effectiveness and teacher efficacy should be the
implementation of innovations to the extent that
determination of effects on students is possible
(Rude-Parkins, 1987), a scarcity of research on the direct
effect of peer coaching on student learning is apparent. This
author was not exposed to any research which contradicted the
assumption that the widely reported improved teacher efficacy
would translate into improved student learning.
It has been shown that student success is more likely to
occur within the context of a school climate which is
actively committed to continuous interpersonal growth and
development (Packard, 1988).

Showers (1984) reports that

where teaching strategy and effective implementation of that
strategy is relevant to student outcome, peer coached
teachers produce students who perform better in those
particular areas, but where simple fact recognition or recall
is concerned, there is no improvement for peer coached
teachers over non-peer coached teachers.

LeBlanc and Zide

(1987) report that peer coaching improves both curricula and
student growth.

Potentially, more student learning can occur

if students perceive their teachers as more effective (Gilman
and Sommer [2], 1988) and study does show significant
positive change in both elementary and secondary student's
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perceptions of their teacher's effectiveness after peer
coaching treatment (Gilman and Sommer [1], 1988).
One effect of peer coaching that seems to be universally
reported by researchers is that of improved collegial~ty.
"Peer coaching develops a spirit of collegiality," according
to Neubert (1988, p. 34).

It is important for quality

interpersonal relationships among teachers to exist for
school effectiveness and professional development to occur
(Cohn, 1987).

Karen Hosack-Curlin (1988) said that,

"Providing collegial support may better prepare teachers to
implement even the most difficult aspects of an innovation"

(p. 23).
Studies consistently report improved collegiality after
treatment with peer coaching.

In their Ann Arbor study,

Sparks and Bruder (1987) found that 25% of the teachers
studied reported "frequently" discussing effective teaching
before peer coaching treatment compared to 40% who made the
same reply after receiving treatment (p. 55).

Hosack-Curlin

(1988) reported that her treatment group teachers scored
substantially higher in the area of collaboration (1988).
Teachers find reassurance that others are experiencing
similar problems and that through sharing common problems and
frustrations, and receiving much needed positive
reinforcement and reaffirmation that much is being done
right, they feel less alone and can acquire the support to
face to face daily challenges more enthusiastically (Munro
and Elliot, 1988).

According to Sparks and Bruder (1987),
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one teacher reported, "It's been great opening up to another
member of the staff. I had never before explored teaching
with another teacher, nor had I gone into depth regarding
improving teaching" (p. 55).

Healthy collegiality is

fostered with peer coaching because it provides teachers a
regular opportunity to express their opinions, vent
frustrations, and try out new ideas on others who truly
understand the circumstances within which they work
(Hendrickson, 1988).
Peer coaching positively affects the school climate
(Garmston, 1987).

Peer coaching can aide in the development

of school norms which support the continuous improvement of
the complete instructional environment and can provide
permanent structures around which schools can organize
themselves for improvements in whatever area they choose
(Showers, 1984).
Peer coaching can contribute to an improved school
climate (Leggett and Hoyle, 1987).

Rude-Parkins (1987)

reported that the "level of professionally oriented
conversation really does increase.

As one teacher observed,

-Look at us, we're all talking about teaching'"

(p. 7).

Similarly, another peer coached teacher said, "Lounge talk
now generally pertains to instructional content and
methodology, as opposed to light social conversation"
(Hopfengardner and Leahy, 1987, p. 13).
contribute to:

Peer coaching can

fewer complaints about teachers, less stress

reported by new teachers, more professional conversations in
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faculty rooms, teachers not feeling they have to be perfect,
increased openness to sharing, and the development of a
collaborative and professional norm (Raney and Robbins,
1989).

As one of the teachers studied by Raney and Robbins

commented, the norm has changed from "What others do is not
my business to what we do here is everybody's business, and
business is booming" (1989, 38).

Administrative Support of Peer Coaching
Garmston (1987), Showers (1984), Raney and Robbins
(1989), LeBlanc and Zide (1987), and others agree that the
beneficial effects of peer coaching can be better
accomplished in schools with informed and committed support
from administrators.

Showers (1984) addressed this concern

when she said, "Principals must work to establish new norms
that reward collegial planning, public teaching, constructive
feedback, and experimentation.

Professional growth must be

seen as a valuable and expected process and clearly not
separated from the evaluation process"

(p. 58).

Teachers in

peer coaching programs identify administrative support as the
key ingredient for success or failure of the program (Kwiat,
1988).

Also, providing teachers with administrative support

and companionship during the implementation of peer coaching
increases the transfer of training to ~he classroom (HosackCurlin, 1988).

Teachers will watch the walk of their

administrator more than listen to his talk; administrators
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who demonstrate their own willingness to risk collegiality
positively affect the outcome of peer coaching programs
(Garmston, 1987).
There is much that an administrator can do to support
peer coaching.

Administrative leadership is centered around

priority-setting, resource allocation, program logistics, and
social leadership (Showers, 1985).
Teachers are not likely to voluntarily enter into peer
coaching relationships if their principal does not
demonstrate that he values it (Garmston, 1987).

Principals

can demonstrate the priority of peer coaching in their
building by establishing collaborative processes which help
teachers identify the need for peer coaching and which define
its goals (LeBlanc and Zide, 1987).

He/she must provide a

strong teacher incentive and development program (Packard,
1988) in order to get peer coaching off the ground in schools
where it is not the norm.

Considerable anxiety is developed

by teachers when they are being evaluated (Acheson and Gall,
1987), so it is advisable for principals to separate
evaluation of teachers from their supervision of the peer
coaching process in their building (Garmston, 1987; Showers,
1985).

Competing demands for time allow administrators to

demonstrate their commitment to peer coaching (Sparks and
Bruder, 1987).

Administrators should help establish

agreements and timelines so that coaches follow through on
commitments (Raney and Robbins, 1989).

Administrators can

also express the value of peer coaching by attending planning
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and training sessions and by overtly expressing their support
of the program to the public and other teachers

(LeBlanc and

Zide, 1987).
Once an administrator has established peer coaching as a
priority it becomes important for him/her to follow through
with the appropriate support in resource allocation and
program logistics because without the active support and
involvement of the building principal few teachers will be
able to establish such systems for themselves (Showers,
1984).

It is his/her job to work collaboratively with the

district administration to secure their cooperation and
funding support (Showers, 1985).

Additional funding and

logistical support can be given by providing for substitutes
when teachers are observing and conferencing, providing for
release time, by covering classes, and by working with peer
coaching teams to provide for follow-up training and support
efforts (Raney and Robbins, 1989).

Garmston (1987) suggests

that principals devote staff meetings to peer coaching
topics.
The social leadership of a building principal is
important to the development of collegiality; it must be
nurtured by the principal, it doesn't just happen (Legget and
Hoyle, 1987).

Principals can do much to promote a collegial

atmosphere in their building by creating a collegial
atmosphere in the clinical supervision of instruction and by
insuring that supervisory behavior is 'interactive rather than
directive and democratic rather than authoritarian (Acheson
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and Gall, 1987).

The accountability for collegial behavior

and support must be in the building not in a philosophy
handed down from the district office (Servatius and Young,
1985).

Summary
The review of literature in Chapter 2 focused on the
process of peer coaching and its effects on teacher efficacy
and school climate.

Additional literature was cited bearing

implications for the administrative support of peer coaching
programs.

The literature surveyed served to support the

assumption that peer coaching can contribute positively to
improved instructional effectiveness and school climate.
Some extant research supports the belief that peer coaching
can have a positive effect on student learning, however there
remains an apparent scarcity of study in this arena.

Wide

corroboration of the assumption that the active support of
administration is essential for successful implementation of
peer coaching was found.

The research suggests that

implementation and support of peer coaching may be one of the
most pertinent and useful implementations school leaders may
consider in the quest to improve staff development.
"Implementation of a peer coaching program in a school
has effects much more far reaching than the mastery and
integration of new knowledge and skills for individual
teachers.

The development of school norms which support the
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continuous study and improvement of teaching builds
capability for any kind of change ... By building permanent
structures for collegial relationships, schools can organize
themselves for improvement in whatever area they choose"
(Showers, 1984, p. 259).

CHAPTER 3
Procedures of the Study

Need
As a teacher for the past fifteen years in several
public high schools in the State of Washington, the author
observed that many of his colleagues were doing the "same old
thing" year after year in their classrooms.

Because the

author felt isolated and lacked sufficient collegiality in
his work world, he began looking for a solution to the
problem.

He observed that many of his fellow educators were

also reporting isolation and lack of collegial support.

The

author and other teachers who were attempting to improve
their instructional effectiveness were attending many of the
myriad of workshops and staff development training sessions
provided by the schools and other supporting agencies.

It

became apparent that simple awareness of skill and beginning
application of it was not affecting the desired changes in
instructional effectiveness.
In the summer of 1989, the author was sent by the Oak
Harbor School District to Indiana University, Bloomington,
Indiana, for extensive training as a workshop presenter and
trainer in Phi Delta Kappa's Write More, Learn More program
under the direction of its creator, Mrs. Helen Hollingsworth.
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A portion of the training received there focused on peer
coaching techniques and convinced the author that peer
coaching was a necessary innovation in the lives of the
teachers he served in his district.

After training dozens of

Oak Harbor School District teachers in the techniques of
Write More, Learn More, it became apparent through follow-up
activities over the ensuing two years that large percentages
of those teachers who had demonstrated understanding and
beginning level skill in the program were not transferring
that skill into regular usage in their classrooms.

This was

confirmed by the Oak Harbor School District's 1991 Curriculum
Audit Team, of which the author was a member.
Recommendations from that audit concurred with the author's
opinion that implementation of a peer coaching program could
be one viable solution to these problems.

Preparation
The author met with district level administrators and
discovered that no formal peer coaching training program
existed in the Oak Harbor School District.

Experimental work

was being done in isolated cases under the direction of the
district's Director of Staff Development.

After consulting

with him, the author elected to research effective peer
coaching programs extant in neighboring school districts and
to pursue the development of a handbook to guide teachers and
administrators in any school district in their efforts to
implement an effective peer coaching program.
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Peer coaching trainers were consulted from the Kent
School District and the Snoqualmie Valley School District.
There practical advice and recommendations were garnered
helping to shape the eventual development of the handbook and
its content.

In the Winter of 1991, the author received

training from Connie Hoffman, formerly with the Kent School
District's staff development program, in the dynamics of
change in a course entitled "Change Without Consternation."
Elements of that course are reflected in the handbook.

As a

prelude to the actual development of the handbook, the author
entered into a brief voluntary and experimental peer coaching
relationship with a fellow teacher on the Oak Harbor High
School teaching staff.

Development of the Handbook
After thorough study of related peer coaching
literature, the author was convinced that the formal training
he had received in the clinical supervision of instruction
was relevant to the training of peer coaching since the
program borrows elements of clinical supervision.

He

combined the knowledge and materials gained from this
training and experience with the results of study of other
peer coaching programs to produce the handbook which is the
subject of this study, and which is presented in Chapter 4.

CHAPTER 4
The Project

This chapter includes the peer coaching handbook that
was developed to assist educators in the practice and
implementation of effective peer coaching.

The handbook

contains an overview of the process of peer coaching, a brief
examination of the theory and research behind it, a
compilation of activities, forms and suggestions for
practicing the skills of peer coaching, and addresses needed
administrator skills and concerns for supporting peer
coaching.
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FORWARD

The purpose of this handbook is to assist you and your peer
coaching
delivered

team ( s)
to

in your

your

endeavors

students.

to

Nothing

improve

the

can

of

be

instruction
any

greater

importance in the professional life of a teacher than perfecting
the arts of the profession into which he or she has been called.
If, along the way, you discover that you're enjoying your work and
those with whom you work more than ever before, than another of the
author's greatest hopes is being attained.
Too

much

of

the

life

of

a

teacher

is

lonely.

It's

a

challenging business we're in and anyone who has taught knows the
feeling of being overwhelmed by the awesome responsibility of it
all, at some time or another.
us know about teaching.

Let's open the doors to what all of

Let I s

neighbor in the room next door.

learn to trust and rely on our
Together, we can educate better;

we can make a greater difference in the lives of the young people
we serve.

"Gung ho!

11
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Section 1:

WHAT IS
PEER COACHING?

>

A Definition of Peer Coaching

>

Things A Peer Coach Does

>

Things A Peer Coach Doesn't Do

>

The Peer Coaching Process

A DEFINITION OF PEER COACHING
Teachers
effective

working

with

instructional

other
skills

teachers
through

to

strengthen

a

supportive

environment of observation, analysis and feedback.
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PEER COACHING ATTEMPTS TO:
>

Help teachers help themselves
skill.

improve their teaching

>

Help teachers develop collegial professional
relationships.

>

Help teachers establish goals relevant to their own
teaching needs.

>

Encourage teachers to take the risks
and challenging teaching strategies.

>

Give teachers objective data about their teaching.

>

Help teachers analyze data about their teaching.

>

Help teachers improve their teaching skill by
observing other teachers and helping them improve
their skill.

>

Give teachers the right to fail.

>

Help teachers become educational leaders in their
buildings.

>

Help students learn better.

to attempt new
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THINGS A PEER COACH DOES
A PEER COACH DOES:
>

Encourage his/her partner by providing support and
affirmation throughout the peer coaching process.

>

Demonstrate knowledge/skill of teaching competencies.

>

Plan the coaching process appropriate to their
situation with his/her partner.

>

Collect objective data while observing his/her partner
teach .

>

Analyze specific teaching behaviors observed from his
partner teacher.

>

Give his/her partner specific feedback and assist
him/her in analyzing his/her own teaching behavior.

>

Demonstrate effective communication skills.

>

Plan cooperatively for future observations.

>

Demonstrate that he/she is committed to continue to
strive improve their instructional skill.
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THINGS A PEER COACH DOESN'T DO
A PEER COACH DOES NOT:
>

Evaluate or criticize his/her partner teacher.

>

Expect to compete with any other teacher.

>

share what is discussed within
process outside of the team.

>

Tell his/her partner teacher

>

Go outside of the previously agreed upon focus in
observing and conferencing with his/her partner
teacher.

>

Fail to follow through on commitments to his/her
partner teacher.

>

Lack in discipline,

ambition,

11

the peer

coaching

How to teach!"

and courage.
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THE

PE E R

COACHING

Preparation

for

P ROCESS

the

Process

Receive Training
Understand the Process
Establish a Team
Establish Trust with Your Partner

The

Pr e -conference

Process

Agree on Roles
Understand the Lesson Objectives
Determine Specific Priorities for the Observation
Agree on the Data Collection Format to be Used
Schedule the Observation and Post-conference

The Observation
Honor the Agreement
Collect Objective Data for Analysis
Reflect on the Observation

The

Post-Conf~rence
Give Feedback

Help the Teacher Focus on Specifics
Problem Solve (if invited)
Celebrate!
Schedule the Next Observation Cycle
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Section

2:

WHY PEER COACHING?

>

The Theory Behind Peer Coaching

>

An overview of the Research Supporting Peer Coaching

>

What Teachers Say About Peer Coaching
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"Personal and professional
growth is a boundless
and
challenging domain. As we grow and learn, our personal capacities
increase and our challenges increase. We develop in our own time.
The key to a life of continued growth and development is to be able
to recognize the times you need new knowledge of skills and know
how to get them."
(source unknown)

THE

THEORY

"EVEN

BEHIND

PEER

COACHING

STARS

HAVE

COACHES!

SUPER

Nearly all of us have gone to workshops or taken training of
some sort in new or different teaching skills and strategies in an
effort to improve the effectiveness of our teaching.

Borne of us

have been able to transfer that training directly into regular and
skilled use in our classrooms.

Others of us have not been able to

make that transfer successfully and so we fall back into doing
things "the same old way!"

The theory behind peer coaching is that

we can all get better at what we do and that the best way to get
better is through a collegial coaching relationship with a peer
whom you

trust

conditions

of

and know experiences
the

classroom

are

life much

sufficiently

like

you.

The

different

from

training situations that one cannot simply walk from the training
session into the classroom with the skill completely ready for use.
we need support and feedback from objective data to be able to
master our efforts at different and challenging teaching skills and
strategies.
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''The d e g r e e t o "iNhich I
create
r e l a t i o n s h i p s "iNhich f a c i l i t a t e
t h e gro"iNth o f o t h e r s a s s e p a r a t e
persons
is
a
measure of the
gro"iNth I
have achieved in
myself"
Carl Rogers
Teaching is also a very lonely profession.
average
dialogue

teacher

is

with other

closeted away

from
The

educators.

Typically,

meaningful

act

of

the

professional

teaching has

been

private and even competitive to the point of teachers hoarding what
they know in some cases.

Peer coaching assumes that when teachers

are given the structure to interact professionally they will learn
significantly from each other and instruction will improve.
teacher

has

education.

strengths
Teachers

skilled at it.

and

are

insights

unique

and

Each

wonderful

to

in a helping profession and they are

Peer coaching theory attempts to bring that helping

attitude and the unique

skills

and abilities

together

and let

teachers help teachers become better teachers for the benefit of
the students they serve.

''Any grovvth r e q u i r e s a
temporary los of
security."
Madel i:n.e H"L.1.:n.ter
Education is about the affecting of change and human growth,
yet

the

school

climates

many

teachers

work

in

do

little

to

facilitate an environment where change and professional growth is
likely to occur in its teachers.

Teachers have long known that one

must take the risk of failing to learn valuable knew things, yet
too many school climates do little to foster this attitude in its
teachers

when

classroom.

it

comes

to

their

skills

and strategies

in

the

The result is teachers become safe in their world of
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doing it like they have always done it before and instructional
growth rarely occurs.

Peer coaching theorizes that a risk taking

environment is paramount to teacher growth and that teachers are
more likely to take risks if they are supported enthusiastically
by their colleagues.

''If

yol.....1.

you

a l ~ a y s do ~ h a t y o u ' ' v e
a l ~ a y s d.or1.e,
al~ays get ~hat you've
al~ays got."
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THE

EXPERIENCE

From

Trial

idealism

and

error

OF

TEACHING

to

reality

repertoire

Lack

of

common

Hundreds

of

overlapping
every day

A

A

strong

sense

private

technology

of

sense

decisions

isolation

of

reality
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The

Self-Ren.e~in.g

staff:

Sha.res

together

Learns

together

Bl....l.ild.s

together

Refines

together
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Research

a~d

Peer

coachi~g

>
Does Peer coaching work better than other methods of staff
development?

- Yes!
studies conducted by cauleron and Spiegel (1984)
report that training which includes theory only will result
in only 5% skill development and very little transfer to the
classroom.
Training including demonstration produces 50%
results.
The same training including peer coaching will
produce 90% transfer of training to the classroom.
>

Do teachers like working in peer coaching programs?
- Yes! Cohn (1987) in a five year study of course evaluations
( teacher training courses) at westminister College found
that those teachers who were in coaching programs
experienced the greatest satisfaction.

- Judith Kwiat (1988) found that "many of the teachers
realized that one of the greatest benefits was the personal
satisfaction they were feeling as a result of increased
positive interaction they were having with both their
partners and other interested and enthusiastic
professionals."
- Neubert's studies (1988) concluded that "Peer Coaching
develops a spirit of collegiality."
>

Does Peer coaching really affect change in teaching behavior?
- Yes!
LeBlanc and Zide (1987) reported that "visible
products of increased teacher effectiveness attained through
peer coaching include improvement in the curricula and
improvements in student growth."

- In a study done in Ann Arbor, Michigan, Sparks and Bruder
(1987) found that peer coaching "specifically improved
collegiality, greater experimentation with new practices,
and enhanced teaching effectiveness."
>

Does student performance improve through peer coaching?
- Yes!
studies conducted by Beverly Showers (1984) in the
Eugene, Oregon school system found that where teaching
strategy and effective implementation of that strategy is
relevant to student outcome, peer coached teachers produce
students who perform better.

- The studies of Gilman and Miller (1988) showed significant
improvement in student's perception of their teachers
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effectiveness when teachers were involved in peer coaching.
>

Does Peer Coaching really improve school climate?
- Yes! In Sparks' and Bruder's Ann Arbor study, it was found
that teachers were more confident to try new ideas and more
likely to try the same thing again if they failed at it
after peer coaching programs were implemented.
Statistically, only 13% reported being likely to repeat an
effort again after it failed before peer coaching while 59%
reported being willing to try again after peer coaching.
seventy percent of the teachers in the program study
reported that their students were very likely learning more
as a result of skills gained through peer coaching.

- The studies of Raney and Robbins (1989) showed significant
improvement in school climate after peer coaching programs
were implemented.
They reported that complaints about new
teachers decreased.
Teachers in peer coaching reported
feeling less overwhelmed and stressed.
Faculty room
conversations became more professional.
Teachers reported
being able to let go of "having to be perfect" and an
increased atmosphere of experimentation and openness to new
ideas developed.
Teachers were found eagerly consulting
colleagues for assistance and sharing their own expertise.
The program was found to open up communication between
teachers of other grade levels or schools, between
specialists and classroom teachers.
It helped alleviate
isolation and passivity and replaced it with collaboration
and growth.
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What

Do T e a c h e r s S a y
P e e r Coachi:n.g?

Abo~t

>

"Coaching could be the missing link needed for truly improving
instruction in the schools of this nation."

>

"I've grown so much this year. My coach is the best thing that
ever happened to me professionally."

>

"It's been great opening up to another member of the staff.
I
had never before explored teaching with another teacher, nor had
I gone into depth regarding improving teaching."

>

"By establishing a set schedule for peer coaching, we had a
regular opportunity to express our opinions, vent our
frustrations and try out our ideas on others who truly
understand the constraints and possibilities of the environment
we work in and the kids we teach."

>

"Now people are talking more about their lessons and less about
individual kids. They are sharing techniques for motivation and
active participation. They are teaching and learning from each
other."

>

"Now I always think of alternatives before choosing how I will
teach a lesson."

>

"I'm more confident with the strategies in my own classroom.
I've learned so much from observing others."

>

"Observing others keeps the strategies in my mind all the time
so I use them more myself."

>

"Look at us, we're all talking about teaching!"

>

"Lounge talk now generally pertains to instructional content and
methodology, as opposed to light social conversation."

>

"I've learned more from my observation of others than I did from
being observed and receiving feedback."

>

"The norm has changed around here.
It used to be that what
others do is not by business, now its what we do here is
everybody's business and business is booming!"
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Sect.ior1

GETTING

3

STAR.TED

>

C h a r a c t e r i s t i c s o f Ar1
Effective Peer Coach

>

Select.ir1g

>

G e t t . i r 1 g To K~o~ Y o ~ r
Establ.ish.ir1g Tr~st

>

A

Fe~

a

Partr1er

R.em.ir1ders

Partr1er,
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ESTABLISHING
Before

Forming

a

A

TEAM

Team

Consider:

>

That partner selection is a voluntary act.

>

That interdisciplinary /cross grade level teams have advantages
and disadvantages to same area teams.

>

That mutual trust and respect is more important than knowing the
person well.

>

That you will be taking risks together.

>

That scheduling time to observe and conference together will be
your greatest obstacle in the long run.

>

That everyone
beginning.

feels

anxious

about

peer- coaching

in

the
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GETTING

TO

KNOW

YOUR

Establishi~g

PARTNER

Tr~st

one of the most difficult and challenging aspects of forming
a peer coaching team is learning to get to know each other and to
trust each other. This is an imperative for a successful coaching
team because you will be working in sensitive areas of your
professional lives in a collaborative manner. A sense of trust and
openness will go far in facilitating productive results for you.
In order to get you off the ground well, try discussing the
following with your partner under these ground rules:
1.
2.
3.

4.
5.
5.

All of data discussed here is confidential.
Each partner must respond to each statement before
continuing.
You may decline to respond to any statement, simply say
"On this statement I would like to pass.
Take turns initiating the responses to the statements.
You must respond to all the statements in the order they
are presented.
Begin when you are both ready . .
MY NAME IS.
MY

JOB IS .

MY MARITAL STATUS IS
MY HOMETOWN IS
THE REASON I'M HERE IS
RIGHT NOW I'M FEELING

Si

CRITICAL
PEER

It

It

Is

ATTRIBUTES
~

COACHING

Ve>lu..:n..tary

Requ..ires Mu.tu.al
a:n..d. R e s p e c t
It

The

The

Tru..st

Requires Active
Listen.in.g
Team M u s t C l e a r l y
Establish. Goals

Teacher's In.d.ivid.ual
O b ~ e c t i v e s M u s t Be
The F o c u s

B o t h P a r t n . e r s M u s t Be
committed. to Risk
E v e r y o n . e Has A
Right
TC> F a i l When.
A t t e m p t i n . g To G e t B e t t e r
T e a c h e r s Become
The L e a d e r s h i p

P a r t Of
System

Teams M u s t R e a c h Agreemen.t
on. t h e P r o t o c o l Of T h e i r
Peer coachin.g Relation.ship
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IMPORTANT
IN

THE

ATTRIBUTES OF THE
TEACHER
COACHING PROCESS

>

Instr~ctional

competence

>

Personal

E~pectations

>

Openness

To

>

Orientation

>

S~b~ect

>

E~perience

S~ggestions

to

Change

Kno~ledge

53

PEER

SUPPORT

REQUIRES:

T:r-ust

Acti~e

Listening

Ba.la.nee

'' T h i :n.k

Honesty

and

T i:rn e ''

Openness
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Sectio~

4:

THE PRE-OBSERVATION CONFERENCE
>

The Purpose of the Pre-Observation Conference

>

Negotiating an Agreement for an Observation

>

Objectives of the Pre-Observation Conference

>

Pre-Observation Focus

>

What's Worth Coaching?

>

Planning Tools
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THE

THE
PURPOSE
PRE-OBSERVATION

OF
CONFERENCE

Both the observer and the person to be observed share equal
responsibility
for
the
direction
of
this
discussion
and
understanding the agreement.
Both observer and receiver must be
comfortable with the result. of the pre-conference discussion.
The pre-conference must define the objective, specify what to
look for, focus on how to collect the information, clarify what is
to be done, and limit the amount to be done.

NEGOTIATING AN AGREEMENT
FOR AN OBSERVATION

Pre-observation Discussion:
Define the objective for the observation and the method to be
used to collect the information.
Although the person to be observed is primarily responsible for
the direction and intensity of this discussion, both parties share
equal responsibility for developing a clear understanding of the
agreement.
The observer must commit to knowing what and how to deliver the
receiver's request for information and feedback.
If the request
cannot be met, the observer will want to renegotiate or limit the
observation.
Both observer and receiver must be comfortable with the result
of the pre-observation discussion.
Specify:
What do I want you to look for during this observation?
This is what I am going to do, why it is important and how it will
look when it is happening.

Focus:
How will this information be collected and what specific
feedback is being requested?
Is there an objective way we can
collect this information?
clarify: Active listening.
Is this what you want me to look for
during the observation? What are some examples of what you will
be doing? Do you understand what I am asking you to look for and
how you will collect the information? , etc.
Limit: Is this too much to look for during this observation?
I understand what I will be "capturing"?

Do
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OF

THE

THE OBJECTIVES
PRE-OBSERVATION CONFERENCE

OBJECTIVES OF THE COACH.

1.
2.
3.
4.
5.
6.
7.

The coach will:

Elicit and clarify statements of purpose of the lesson.
Probe for specific observable student behaviors.
Probe for the specific teaching strategies/behaviors to be
used.
Determine what led up to and what will follow the lesson.
Determine how the teacher will recognize desired student
behavior.
Invite teacher concerns/hopes for the lesson.
Elicit a description of his/her own role in the observation.
During the Lesson.

1.
2.

The coach will:

Observe and record behavior of the teacher (as requested).
Observe and record behavior of the students (as requested).

OBJECTIVES FOR THE TEACHER.

The teacher will:

1. state the purpose of the lesson.
2. Translate the purposes of the lesson into descriptions of
observable student behaviors desired.
3.
Describe the teaching behaviors/strategies to be employed to
facilitate student's performance of desired behaviors.
4. Describe the sequence in which this lesson occurs.
5. Describe procedures for assessing results.
6. Anticipate any concerns. Articulate hopes.
7. Describe the role of the observer.
During the Lesson.
1.
2.

The teacher will:

Utilize the anticipated teaching behaviors/strategies.
students will perform the desired behaviors.
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THE
1.

2.

PRE-OBSERVATION

CONFERENCE

FOCU~

Clarify Goals and Objectives of the Lesson
a.

What is the intent of the lesson?

b.

What problem(s) are you anticipating?

c.

What will students learn from the activities?

d.

What behaviors are you looking for in students if they are
successful in achieving the goals or objectives of this
lesson?

Decide on the Teaching Behavior(s)
a.

What strategies will you be using?

b.

In what order?

c.

What are you expecting students to do in each of the
activities?

3. Determine Observation Instruments

4.

a.

Instruments are based on focused teaching behaviors.

b.

Keep them simple, specific, and focused on teaching or
student behavior.

Clarify What Is To Be Observed
a.

What exactly do you want me to look for?

b.

Is there anything you want me to be doing while the lesson
is in progress?
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WHAT•S

WORTH

COACHING?

1.

Appropriate use of media during class presentations.

2.

Use of praise and criticism.

3.

Use of higher order teaching strategies.

4.

on task behavior of students (teachers).

5.

Monitoring small groups.

6.

Large group discussion techniques.

7.

Increasing student participation.

8·.

Clear, precise direction giving.

9.

Task oriented, businesslike behavior of teachers.

10. set, induction, and closure .
11. Transitions and transition activities.
12. Use of questioning strategies.
13. student/teacher interaction analysis.
14. varying instructional techniques and activities.
15. Motivational activities.
16. Techniques for accepting student ideas .
17.

18.
19.

20.
21.

59

PLANNING

TOOLS

The intent of the pre-observation conference is for the coach
and the teacher to become clear on the nature of the lesson, its
objectives, the methods and strategies the teacher will be using,
and what data should be collected to facilitate the teacher I s
growth and understanding about their own teaching. The following
lesson plan forms are intended to give help to the teacher and the
coach in systematically developing lessons and identifying foci
for desired data collection.
It is important to note that these forms are not the only
manner in which such information can be systematically collected
and understood. Peer coaching teams frequently develop their own
forms and methods of specifically preparing for the observation and
data collection requested.

60
LESSON PLAN

1.
Motivational Technique:
Any activity, device, summary, etc,
which captures student interest and focuses attention on what you
want students to achieve.

2. Objectives: What I wants/expect students to learn/do/know at
the end of the lesson?
A·-=-·--------------------------------

B.
C.

3.
Input:
What information, materials,
etc. I will provide for my students?

examples,

experiences,

A.
. .:.·--------------------------------

B..:.·-------------------------------C-=-·--------------------------------

4.
Modeling:
How will I visually, verbally provide what will
demonstrate outcomes, processes, etc?
A..,_·--------------------------------

B..:.·-------------------------------5.

Monitoring:

How am I going to check for student understanding?

A.. . : . · - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - -

B..:.·-------------------------------6. Guided Practice: What specific practice opportunities will I
provide for my students where I give direct guidance?
A,..:.·---------------------------------

B..:.·---------------------------------
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7.
Independent Practice:
What practice opportunities will be
given for the student to practice/use, etc. the new learning on
their own?

. .·------------------------------a.

A.

B-=-·------------------------------8.
Closure:
How will bring the activities which comprise this
lesson to a closure which will reinforce the objectives of the
lesson?
A,...::.•-------------------------------

B...::.·------------------------------9.
Evaluation:
How will I know if each
accomplished the objectives of this lesson?

of my students

has

A.. . , _ · - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - -

B_,_._ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __

Notes:
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LESSON PLAN FORM
1.

What do you want the students to learn?

2.

What are the essential steps in learning this?

3.
What will you do to promote learning and increase the
probability that desired learning outcomes will occur?

4.

What must the learners do to achieve the objectives and show
you that they have achieved this goal?

Notes:
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Sec:tio:n.

S:

THE OBSERVATION
AND
DATA COLLECTION

>

The Golden Rules of Observing and Data Collection

> Sample

Data Collection and Recording Forms
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THE

GOLDEN

RULES

OF

OBSERVATION

AND

DATA

COLLECTION

>

"Thou shalt not break the previously arranged agreement."

>

"Thou shalt always strive to be objective and nonjudgmental when
recording data."

>
"Thou shalt always look for opportunities to praise and
celebrate the success of the teacher being observed."
>

"Thou shalt always strive to be as unobtrusive as possible, to
not interrupt the normal flow of the classroom as possible."

>

"Thou shalt always remember that data collected and observations
made are to be confidential."
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SAMPLE

DATA COLLECTION
AND
REPORTING FORMS

When a coach is ready to go into the classroom of a peer, the
coach must of course know what to look for.
If the specific
behavior to be observed is, "I want to be sure I am giving my
directions from different places in the classroom," then the coach
may simply need a blank sheet of paper to record where the teacher
moved in the classroom when giving directions. on the other hand,
the teacher may wish to be observed on the number of and variety
of positive reinforcing statements during a mathematics lesson.
In this case it might be better to have a seating chart of students
so that the coach can list the frequency of the reinforcing
statements and specific students towards whom the statements were
directed.
The sample forms on the following pages are intended to
stimulate discussion as to what sort of recording forms teachers
may choose to use in their peer coaching activities.
It should
be noted that teams are encouraged to develop their own forms.
A
good piece of advise is to keep forms as simple as possible while
allowing for ease and accuracy of data collection.
An excellent
resource for additional data collection ideas is the book,
Techniques in the Clinical supervision of Teachers, by Keith
Acheson and Meredith Gall from Longman of New York.
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BLOOM'S

Question categories
Knowledge

TAXONOMY

TALLY

SHEET

Clues

Who?
What?
Where?
When?
Define?

comprehension

Describing
stating main ideas
comparing

Application

if. . . then.
Classify
Solve - single answer

Analysis

Why? (motives, causes}
conclusions
Generalizations
Inferences
Evidence?

synthesis

Solving problems
Proving
Predicting
Original notions

Evaluation

Opinions
Judgements
Validation
Beliefs
Preference

TOTAL

Tally
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?eer Coaching Sample For.n
Ti~e Sheet (~ay be used ~ith a sto9 watch

i:

desired)

Use for recording:
Wait time after questions
Transition ti:ne
Teacher Behavior
l.

2.

3.
4.

s.
6.
7.

8.
9.

10.
11.
12.
13.

14.
15.
16.

17.
13.

19.
20.

Ti1:1e Used

O!lSCRYATIO~~ / CO!IFEP.EMC[_SU!-i!·\ARY - ·--··· -·· ·- ·-- ·-
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TEACHER : ______________CLASS = - - - - - - - - - - ~ 0 1 , · r E : _ _ _ _TIME:

....

l[SSO~~ OE~ JGN

Anti~ipatorv set:

Objective:

In ut:

Model inc:

..:;...;..;.;,..;;i..;.._ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __

Check fer Und2rst2~din

Guided Practici?:

Ind~nendent Practice:

:.('.'El OF OlFFJC'JLTY :

\

tJ\

'.:>

REINFORCEMENT

POSITIVE
VERBAL
REINFORCEMENT

POSITIVE
NON-VERBAL
REINFORCEMENT

TYPES OF WORDS USED

TALLY

TALLYING OF TYPES OF HON-VERBAL REINFORCEMENT
LISTENING
BOARD
EYE-CONTACT
SMILES

NODS

VERBAL

POSITIVELY
QUALIFIED
REINFORCEMENT

DELAYED
REINFORCEMENT

EXAMPLES

TALLY

·.\f~
·.·:,·

.,

1.-

NON-VERBAL

.

MOVES
TO
STUDENT

OPTIONS FOR LEARNING
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OBSERVER:
DATE:
TIME:

OBSERVED:
SUBJECT AREA:
srruATION:

AUDITORY

VISUAL

KINESTHETIC

··' .

RECORD METHOD, GROUPING AND MATERIALS tVIDENT IN EACH AREA,

TACTI L.

Teacher:

Oat~:
1

Today s f o c u s : - - - - - - - - - - - -

The Teacher Selects
OBJECTIVES :
1.

Observed

Observer:

________

_,:._

7~

---------

Sceci al Strenqths

That are clearly stated
and appropriate

2•. That are clearly corm,unicated
to the students

-

3. That show evidence of longrange planning
4.

That will motivate students
to learn the material

5.
6.

The Teacher REACHES STUDENTS
WHERE THEY ARE:
1.

Observed

Special Strengths

By attention to time-ontask

Start-up
Maintenance

2. By checking for understanding
Students tell you
Students show you
3. By appropriately adjusting the

oace and level of difficultv

4.

By giving dignity to student
effort (making it safe to make
a mistake if the student learns
from the mistake}

s.
6.
I

.
I

Tne leacher Uses

STRATEGIES:
1.

That are varied:
Lecture
Questioning
Initiation
Probing
Higher Order
01 vergent
Group Work.
Whole group
Smal 1 group
Active Participation
Inquiry/Discussion
Simulation
Teacher-directed
Peer ( student )-directed

2. That reinforce learning,
that allow for oracti ce
3. That present learning
activities in a logical
and aoorooriate manner

4. That make use of effective
non-verbal strateaies

5. That pay attention to
students' learning styles:
Auditory
Visual
Tactile-kinesthetic
6.

7.
8.

9.
1o.

.

Observed

Special Strengths
.

-

.,·
1ne leacher CLOSES THE
LESSON:
1.

Observed

Soecial StrenQths

By asking, "What did you

learn?"

2. By relating the day's
leamina to the ob.1ect1ve(s)
3. By eff1)hasiz1ng the relevance
of the content outside the
classroom (bridging/reinforcement)

4.

NOTES ANO COMMENTS FOR OUR CONFERENCE:

-

I

Peer coaching--lTI P

Acttva

OBJECTIVE:

Part 1ct pat Ion
Covert Overt
Ant1c1oetoru Set: ·
Dtd h Rt focus tht student '1 attemlon?
Dtd h ..t Nlttt to h '!:- ..• -?

Statement of ob1act1va oun,011:
.... thl oo ;_~;;; ttlttd?
'whit IU WII ffltft?
.

lnout:
How 'WIS WM dtlttwtd?

Modelina:
Dtd thl tNoher modt1?
Did h ttlehtr ta•::.__:. tht ··

·t---?

Check1na for Undarstend1na:
Hew did tht ......... for _..;... .~..;;._?

Gu1 dad oract 1ce:
How did stUOlnts --~?
Dtd tht tNOher monitor ?

Closure:
Did tht ltssan i,c \Jdt olosw'•?
Did closw', rt 'litt to tM ob itotivt '?

T•••ll1r:

...........

:

'·
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?eer Coaching Sa~~le For::i
Seating Chart

Cse for reco~din~: (cally ~ethod)
Response 09portunities
On-task/Cff-cask
Student Participation
Teacher Proximity
Interaction Record (:eacher/student, scudent/student)

D D D D D
D D D D LJ
D D D D D
D D

n D D

LJ D D LJ D
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sec::tio::n.

6:

THE POST-OBSERVATION CONFERENCE

>

The Purpose of the Post-Observation Conference

> An

outline of the Post-Observation Conference

>

Peer Questions Which Elicit Peer Behaviors

>

criteria for Giving Feedback on Teaching

>

Suggestions for Giving Quality Feedback

>

starter statements for Quality Feedback

>

Communication.Skills in Giving Quality Feedback

>

Motivating Your Partner

>

Squelching Motivation in Your Partner
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THE

PURPOSE
OF THE
POST-OBSERVATION CONFERENCE
The purpose of the post-observation conference in peer
coaching is to provide objective observational data, analyze the
data cooperatively, reach agreement with the teacher on what is
happening,
and
to
work
together
for
improvement
in
the
instructional skill of the teacher.
The teacher and the coach
interpret the data.
The coach attempts to elicit the teacher I s
reactions to the data (inferences, opinions, feelings, etc.) and
considers possible causes and consequences. Together, the teacher
and the coach reach decisions about future actions.
These may be
decisions
about
alternative
teacher
strategies,
different
objectives for students, or modification of the teacher's selfimprovement goals.
At this point, the teacher and the coach may
recognize a need for other types of information or make plans for
the next observation.
Often, the post-observation conference for
one observation becomes the planning conference for the next.
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OBJECTIVES

OF

THE

POST-CONFERENCE

OBJECTIVES OF THE COACH. The coach will:
1. Probe for the teacher's intuition/feelings/affect about the
lesson.
2. Ask the teacher to recall the student behavior observed during
the lesson to support those feelings.
3. Ask the teacher to recall the teacher behaviors/strategies used
during the lesson.

4. Present the teacher with data collected about student behaviors
and seek comparison between student behavior performed and
student behavior desired.
5. Present the teacher with the data collected about teacher
behaviors and seek comparison between teacher behavior
performed and teacher behavior planned.
6. Probe for inferences about the achievement of the purpose of
the lesson.

7. Probe for explanations as to why student behaviors were/were
not performed.
8. Elicit thoughts for alternative teaching strategies/behaviors/
conditions.
9. Elicit an evaluation of the coach's conference skill/process.
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OBJECTIVES OF THE TEACHER. The teacher will:

1. Express feelings about the lesson.
2. Recall student behaviors observed during the teaching to
support feelings.
3. Recall own behavior during the lesson.

4. Compare student performed behavior with student behavior
desired.
5. Compare teacher behavior performed with teacher behavior

planned.
6. Make inferences as to the achievement of the purposes of the

lesson.
7. Analyze why the behaviors were/were not performed.
8. consider what will/might be done differently in the future.

9. Express feelings about the value of the conference.
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AN
PEER

I.

OUTLINE
OF THE
COACHING PROCESS

Greeting.
A.

You and the teacher will be nervous at first.
being friendly and professional.

B.

Give a
lesson.

feeling/tone

statement

that

is

not

Practice
about

the

II. Review conference Sequence (Put it in your own words)

III.

A.

Teacher shares positives.

B.

Teachers shares negatives of the lesson.

c.

coach narrows the focus to the specific skill observed.

D.

Coach shares examples of this skill.

conference Questions
A.

"What are the things you did as a teacher that helped your

students toward the objective?

IV.

B.

"What are the things that didn't go well?"

c.

"Tell me about the things that you did that were
specifically related to
(focus area)

D.

"Let me share what I observed in your lesson."
to attention on the data collection form)

( Be sure

Closure.
A.

Focus on the future.

B.

Which element of this skill would you most likely use in
the future?
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PEER

QUESTIONS WHICH ELICIT
PEER BEHAVIORS

coach

Teacher

What did you observe your student
doing?

Recalling student behaviors
observed during the
episode.

What did you do to cause your
perform that way?

stating causal students to
relationships

How did what you observed your
students doing compare with what
you had planned for them?

Comparing desired student
performance with actual
student performance.

How does what you did compare with
what you had planned to do?

Comparing teacher behaviors
and strategies planned with
those that were performed.

What were you thinking of when
you . . . (used a particular
teacher behavior . . . ?

Employing metacognition.

Do you think the objectives were
achieved?

Making inferences as to the

What did you do that caused you
to think so?

supporting inferences with
observable supporting data.

Why do you think you objectives
were/were not achieved?

Analyzing why the desired
objectives were/were not
achieved.

What might you do differently
future lessons of this sort?

Evaluating alternatives in
that might be employed in
the future.

Why do you think it is important for
your students to learn this?

Evaluating curriculum and
instructional strategy for
appropriateness.

What has this coaching dialogue
caused you to think about?

Reflecting on own thought
processes. (introspection)

What might I do differently in
future sessions that would be of
help to you?

Inviting evaluation of the
coach's effectiveness.
(modeling)

achievement of the lesson
objectives.
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GIVING

FEEDBACK

ON

TEACHING

FeedbacJe. is a way of helping another teacher to consider
changing his/her behavior.
It is communication which helps the
individual see what he/she is doing that is appropriate and things
he/she can do to increase probability of student learning.
Some criteria for useful feedback:
1.
It is DESCRIPTIVE RATHER THAN EVALUATIVE.
By describing what
you saw, rather than what you thought, you leave the teacher free
to use the information or not as he/she sees fit.
By avoiding
evaluative language, it reduces the need for the teacher to react
defensively.
2. It is SPECIFIC RATHER THAN GENERAL. To be told that one is not
"modeling" will not be as useful as, "The verbal explanation of the
parts of the letter was given in small steps and easy to follow.
Did you consider giving the students a visual model as well?"
3.
It TAKES INTO ACCOUNT THE NEEDS OF BOTH the receiver and the
giver of the feedback. Feedback can be destructive when it serves
only you own needs and fails to consider the needs of the person
on the receiving end.
4.
It is DIRECTED TOWARD BEHAVIOR which the receiver can do
something about.
Frustration will only increase when a person is
reminded of some shortcoming over which he/she has no control.
5. It is SOLICITED, RATHER THAN IMPOSED. Feedback is most useful
when the receiver has formulated the kind of question which those
observing him can answer. If the teacher has the attitude that ~o
receive feedback is helpful, then the communication will be more
helpful.
6.
It is WELL-TIMED.
In general, feedback is most useful at the
earliest opportunity after a lesson.
7. It is checked to insure CLEAR COMMUNICATION.
one way of doing
this is to have the receiver try to rephrase the feedback he/she
has received to see if it corresponds to what the sender had in
mind.
8.
When feedback is given in a training group, BOTH GIVER J>._ND
RECETVER HAVE THE OPPORTUNITY TO CHECK WITH OTHERS in the group on
the accuracy of the feedback.
Is this one person's impression
shared by others?
Feedback then, is a way of giving help; it is a mechanism for
the teacher who wants to learn how well his/her behavior matches
his/her intentions. When two people can communicate about teaching
in such a way that is mutually helpful, then both individuals grow
professionally.
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GIVING

QUALITY

FEEDBACK

1.

Focus feedback on behavior rather than the person.

2.

Focus feedback on observations rather than inferences.

3.

Focus feedback on description rather than judgment.

4.

?ocus feedback on cause and effect.

5.

Focus feedback on descriptions of behavior which are in terms
of "more or less" rather than in terms of "either-or".

6.

Focus feedback on a specific situation, preferably on the "here
and now".

7.

Focus feedback on the sharing of ideas and information rather
than the giving of advice.

8.

Focus feedback on exploration of alternatives rather than on
answers or solutions.

9.

Focus feedback on the value it has for the receiver, not on the
value it has for the giver.

10. Focus feedback on the amount of information the receiver can
use, rather than the amount you would like to give.
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STARTER

STATEMENTS

Feedback should be positive and involve a specific behavior.
"When you .

"

"Your technique of
"After you.

"

"

"Because you

"

"Your approach of

"

"The results of

"

"By having .

"

"Identifying the
"Your skill in

"
"

"Your adeptness in

"

"Your response of
"While you were .

"

"

"The frequency with which you .
"By using .

11

II

"The effect of your strategy

"

SOME EXAMPLES OF POSITIVE FEEDBACK

When Jerry smith accidentally cooked the worm on the overhead
during the science experiment, you turned incident into a positive
example of why earthworms need cool, damp environments.
Your adeptness at waiting several seconds
question allowed more students time to respond.

after

asking a

The frequency with which you asked open-ended questions gave
your students (and me!) something to think about.
By using colorful posters and a unique desk arrangement, you
have created a relaxed, yet on-task environment.
Your technique of standing by Jimmy the Disrupter when he was
talking to Suzy Creamcheese caused him to attend to the task.

8S

FEEDBACK

COMMUNICATION

SKILLS

When providing feedback, a coach should use a non-directive
conferencing style. He/she can do this by using the following five
types of feedback which are helpful to teachers:
PRAISE COMMENTS:
Praise should be sincere.
Expressions like
"great", 11 yes 11 , "exactly" are extemporaneous, but offer brief and
immediate encouragement during planning and feedback conferences.
GENERALIZATION/LABELS:
Sometimes a coach will respond by making
a generalization intended to facilitate transfer.
sometimes
generalizations are simply labels the coach provides for what the
teacher is describing.
CLARIFYING QUESTIONS:
Clarifying questions are those the coach
asks in order to gather additional information.
sometimes
clarifying questions are asked because the coach does not
understand something observed during the lesson or heard during the
conference.
Clarifying questions allow the coach to express
reservations about an instructional approach in a non-directive
way.
ELICITING QUESTIONS:
sometimes it is desirable for the coach to
as questions in order to get the teacher to hypothesize about how
something might be accomplished in the lesson.
LEADING QUESTIONS: The general rule in a coaching relationship is
that a coach should ask, not tell. When a coach wants to suggest
a specific methodology but not usurp control of the lesson, a
leading question can be used.

8 G,

TO MOTIVATE ADULTS:

1. create a Need

2 Develop Personal Responsibility
I

3. create and Maintain Interest
4 structure Practical Applications
I

5. Give Encouragement
6 Get Excited Yourself
I

7 Establish Short/Long Range Objectives
I

8. Intensify Interpersonal Relationships
9. Give Them AChoice

10. Make It Fun!
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TO SQUELCH MOTIVATION:

1. Have little personal contact.
2. Keep participants passive.
3. Assume information will be applied.

4. Be quick to criticize.
5. Make participants feel stupid for asking questions.

I

)
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section 7:

ADMINISTRATIVE SUPPORT
AND DEVELOPMENT
OF
PEER COACHING PROGRAMS

> An overview of Administrative Support
> Reducing Anxiety During Implementation
)

> Good Training
>

Modeling Peer coaching Concepts As An Administrator
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AN OVERVIEW OF ADMINISTRATIVE
SUPPORT
Peer coaching is a proven staff development tool which
produces much needed transfer of training to the classroom and has
documented positive effects on the reduction of isolation and lack
of collegial relationships in the teaching profession.
However,
without the active support of administrators, few teachers will be
able to establish such systems for themselves.
Peer coaching will help principals meet their needs to
establish new norms that reward collegial planning,
public
teaching, constructive feedback, and experimentation if sufficient
administrative support is provided.
Professional growth must be
seen as a valuable and expected process and clearly not separated
from the evaluation of performance.
However, the support: ve
administrator will probably not make his involvement in pee!"
coaching activities a part of his direct evaluation of teachers.
If he/she chooses to do so without first meeting specific criteria
he/she may be destroying the positive effects of peer coaching.
Providing
teachers
with
support
and
companionship
during
implementation of any staff development technique increases the
rate of those teachers in applying those techniques in their
classroom.
A GENERAL OVERVIEW:

1.

Select a model of peer coaching most likely to produce the
outcomes the school deems most important.

2.

Develop a strong teacher incentive and development
program.

3.

Demonstrate you value peer coaching.

4.

Provide a focus for coaching activity.

5.

Provide training for coaches.

6.

Model positive coaching behaviors.

PEER COACHING AND EVALUATION: (conditions to effectively perform
both evaluation and peer coaching supervision)

1.

Teachers must clearly know when evaluation is taking place
and when supervision of peer coaching is taking place.

2.

The principal must behave appropriately/congruently with
the role being performed.

3.

Trust must be developed and exist in the relationship.
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REDUCING

ANXIETY

The Principal Should:
1. Explain his/her approach to team selection to teachers.
2. Demonstrate he/she values teachers by asking them to:
A. explain the program to visitors
B. send teachers a personal note of encouragement
c. discuss teacher's roles in school newsletters
3. Demonstrate he/she values peer coaching by:
A. inviting teachers to share coaching ideas in faculty
meetings, etc.
B. adapting schedules to allow group interactions
4. Provide a focus by:
A. giving teachers a structure for gathering data
B. providing feedback
c. targeting particular instructional content
D. ensuring frequency of coaching
E. helping to create teacher ownership of the process
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GOOD

>

TRAINING

Uses the best available information about adult learning.

> Provides teachers with theory, research, demonstration, practice

opportunities, feedback, and plans for implementation back in
the classroom.
>

Addresses teacher's concerns about giving/receiving feedback
to/from other teachers.

> Helps teachers to develop/refine specific peer coaching skills.
>

Provides follow-up to refine/monitor practices and to solve
problems teachers are having with implementation of peer
coaching skills.

>

Provides rich practice in specific models.
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MODELING
AS

PEER COACHING CONCEPTS
AN ADMINISTRATOR

"Teachers watch the walk more than they listen to the talk.
Administrators who model their willingness to be observed and
receive feedback communicate two powerful messages to teachers:
they value the coaching process, and they are willing to risk their
own vulnerability as they learn." (Robert Garrnston, Educational
Leadership, Vol. 44 (5), 18-26.)
"By modeling that its okay to experiment and not to be
perfect, the administrator sets a tone of trust and acceptance and
the group develops a feeling that we're all in this together."
(Raney and Robbins, Educational Leadership, Vol. 46 (8), pp. 3538 I)

WAYS TO MODEL OPENNESS TO FEEDBACK AND COACHING:
1. Frequently call for staff evaluations of faculty meetings.
2. survey teachers to gain perspective on teacher perception
of his/her performance.
3. Report responses from surveys at faculty meetings.
4. Communicate plans for self improvement.
)

5. Shadow another principal or form a peer coaching team with
another principal.
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CHAPTER 5
Summary, Conclusions and Recommendations

Summary
The purpose of this project was to develop a handbook to
aide teachers in the peer coaching process and administrators
in the implementation and support of peer coaching programs
in order to assist educators in the improvement of
instructional effectiveness, educator collegiality, and
school climate.
The handbook produced as a result of this project has
detailed coaching procedures and activities which may be
affected by anyone interested in supplementing their work
with peer coaching.

Conclusions
As a result of this study the following conclusions have
been formed:
1.

Teachers are too often isolated in their work world
eliminating them from the collegiality necessary to
maximize their professional development and
satisfaction; peer coaching can be a remedy for
this.
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2.

Teacher efficacy and school climate can be improved
through the application of a properly supported peer
coaching program.

3.

Informed and active administrative support is
required if peer coaching is to be successfully
implemented.

4.

All school districts would benefit from the
implementation of ongoing peer coaching programs.

Recommendations
The following are recommendations being suggested as a
result of this project:
1.

Administrators should attend training sessions in
districts implementing peer coaching programs.

2.

Peer coaching training should be an ongoing process
to include regular follow-up activity and
opportunity for expanded skill development on the
part of peer coaches.

3.

Interdisciplinary or cross grade level teaming
practices should be encouraged, but the ultimate
selection of partners should be done on a voluntary
basis.

Opportunities for changing peer coaching

partners should be periodically given.
4.

Sufficient priority must be given to peer coaching
programs by district level administration to assure
adequate funding of training and release time

)

necessary to facilitate effective peer coaching.
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